An intentional professional development process is described, which has positive influences on early childhood educators by transforming them to become more articulate and reflective professionals. Understanding that the complexities of prior experiences may influence teaching of mathematics, especially if the educators' own childhood experiences were steeped in math anxiety or fear around mathematics learning, it may influence the way they choose to teach mathematics to young children. Through responding to a series of questions, teachers can create their own personal professional development plan (PPDP) with focus on resilience and positivity. These questions are focused on strategies in teaching and learning mathematics, stages of mathematical development, and social-emotional learning. Each of these areas is described with a scenario before and after professional development, which showcases the possibilities of growth and benefits of consistent reflection. Supporting the growth of early childhood mathematics teachers with a purposeful and reflective process of creating a PPDP leads to a positive classroom climate that focuses on invitational and engaging experiences for all children to learn mathematics with curiosity and courage.
Introduction
When you picture mathematicians, are they wearing white robes with pocket protectors? Do you think mathematics consists of timed tests over basic facts? Do you believe that you do not really need to know mathematics, because you teach young children? Is memorizing the best way to learn mathematics? Are you concerned you may pass on your negative attitude towards mathematics? If you answered "Yes" to any of these questions, we encourage you to read further. than we were, so that mathematical limits do not shut them out of certain life choices and career options (Burns, 1998, p. xi) . In the accountability age, we have become more focused on outcome-based knowledge and less focused on the whole learner. Why is it easier to admit we cannot do math than we cannot read? We challenge us who teach young children to: (a) reflect on the knowledge and beliefs; (b) provide some examples of possible areas to explore; (c) offer a strategy to plan professional development; and (d) provide scenarios that speak to the possibility of change.
Why Participate in Professional Development?
Many aspects in our lives contribute to the view of mathematics and mathematics education. We encourage you to focus on only one area to work on, since it is not realistic to believe that you should/could change all the areas identified simultaneously. The three foci we offer are: strategies for teaching and learning mathematics, stages of mathematical development, and social/emotional learning as it relates to mathematics. In each of the three areas, we offer models to use for exploration and growth. In the area of teaching and learning mathematics, we propose investigating the Loucks-Horsley et al. 's (2003) professional development model. For mathematics development, we suggest you investigate the stages of early arithmetic learning (SEALs) (Wright, Martland, & Stafford, 2006) . In the area of social-emotional learning, we put forward Goleman's (2005; 2006) social/emotional intelligences and the research on positivity and resiliency (Fredrickson, 2009; Benard, 2004) . Loucks-Horsley et al. (2003) asserted, "The reform of mathematics and science education rests firmly on a commitment to change the form of teaching and learning that is currently the norm in American classrooms" (p. 1). This new form of teaching and learning of mathematics is where children are collectively engaged in supportive inquiry-based and interactive learning. Current standards support this, such as National Governors Association (NGA) (2010) and National Council of Teachers of Mathematics (2000) . Teachers of mathematics may need to access new forms of knowledge, behavior, skills, and/or dispositions. New learning environments may include activities that encourage students to access prior knowledge, engage them deeply, allow communication opportunities, present challenging tasks, and provide activities centered around big mathematical ideas (Loucks-Horsley et al., 2003) . Wright, Martland, and Stafford (2006) offered six SEALs in their description of early childhood mathematics skills. These stages are: (a) emergent counting; (b) perceptual counting; (c) figurative counting; (d) initial number sequence; (e) intermediate number sequence; and (f) facile number sequence, which are defined in terms of a child's level of ability in forward number word sequences and backward number word sequences, numeral identification and place value knowledge. Wright, Martland, and Stafford (2006) not only identified each of these SEALs, but also provided strategies for assessment and intervention for early childhood mathematics. Goleman's (2005; 2006) work had brought greater awareness of the impact that emotional and social skills have on the learning experience. The social-emotional intelligences include: self-awareness, empathy, optimism, delayed gratification, self-control, social awareness, attunement, empathy, social cognition, and social facility. An additional component of social-emotional domain is resiliency in learning environments (Siebert, 2005; Benard, 2004; Henderson, 1996) . Common characteristics of individuals with resiliency are being optimistic, playful, spiritual, and healthy. Duckworth's (2016) concept of grit took the concept of social-emotional skills into the realm of perseverance and passion in learning situations.
Positivity (Fredrickson, 2009) and the power of interacting others in a learning community provided a context in which teachers were more open to learning mathematics. A purposefully designed, non-judgmental environment supports learning where questions and exploration of math ideas become an important building block for learning together. Mathematics teaching requires not only an understanding and appreciation of the content of mathematics, but also an interest in how children learn through play and the ability to create a classroom environment that is invitational and engaging (Purkey, 2002; Burns, 1998) .
Intentional Professional Development
To facilitate your choice of professional development area, take some time to reflect and answer the following questions (see Tables 1, 2 , and 3). Now that you have reflected on these areas, we encourage you to choose one to emphasize in your professional development. Once you have chosen, Table 4 outlines steps to develop your own personal professional development plan (PPDP).
Firstly, state what your goal and objectives are for your PPDP. Are you going to investigate new strategies to use in your educational setting? Will you improve your knowledge about the mathematical stages of development for young children, so that they are prepared to enter the next level of education? How about your relationship with mathematics?
Secondly, describe why this goal is worth achieving. This may include a rationale and/or your motivation for choosing this goal. Clarifying the reason for the goal will bring depth and meaning to this process through reflection (Schön, 1987) .
Thirdly, state how you will accomplish your goal. This should include specifics, such as a task analysis, procedures, and timeline.
Fourthly, describe the resources that will be needed to accomplish your stated tasks. Include materials, skills, equipment, and possible community resources. Also, include the resource of time. Time is one of those things that we seem to underestimate. Without the time specification, things tend not to occur. Ritter and Dijksterhuis (2014) pointed out how important the idea of incubation was as part of the creative process. This is a required time for the conscious thought to be diverted from the task at hand, a time of defocusing for ideas to percolate. Therefore, be sure to allow enough time to accomplish all of your identified tasks and enough time for incubation. Also, ensure that you make any necessary modifications in previous statements.
Lastly, decide how you will assess whether you have reached your goal. Imagine how your professional development achievement will look like, feel like, and sound like. Intentionally plan to make PPDP a recurring event using purposeful questions (Jensen & Kiley, 2000) . Without a constant desire to cycle and propel us forward after reaching a specific goal, plateauing may occur (Milstein, 1989) and cause long time problems in work motivation and may even lead to burnout. 
Benefits of Professional Development
Each individual who intentionally participates in a PPDP can never fully anticipate specific results. The serendipitous events and influences can nurture unexpected connections, relationship improvements, and avenues for communication when you embark on your journey. It takes courage to take the first step, but the courage can spark renewed passion and resiliency in your work and life (Arem, 2010; Benard, 2004) . Below are three possible scenarios of teachers who have followed the PPDP. The "before" and "after" snapshots are provided for each scenario. These scenarios illustrate the knowledge of possible areas of limitations and fears as well as possible areas of successful change.
Scenario 1: Strategies for Teaching and Learning Mathematics (Juan Pablo)
Before. The morning starts with Juan Pablo's children entering the classroom. He greets the children and assists while each child places their backpack in their cubby. Then, the children wash their hands before they find their seats where their letter tracing activity awaits them. Today, children are tracing the letters in their name. After completing the task, the children then write in their journals. In most cases, this writing consists of a picture. The adults in the classroom then translate what is depicted in the picture. When looking at the classroom, one sees the alphabet displayed on the wall as well as a calendar depicting the topic of the month, apples. There are several learning centers located throughout the room… block center, art center, reading center, table toy center, and house-keeping center.
After. As children enter the classroom, they are counting the number of steps they take. Above each cubby, children can see a number path that starts at one and goes to 20. While the children wash their hands, they count as high as they can. If they need help counting, they are assisted. When children sit down to practice their writing skills, they also have numerals intermingled with letters. Children are encouraged to include numbers and mathematical terms, such as greater than, less than, bigger, smaller, taller, shorter, and equal in their translations of their journal pictures. When looking at the classroom, one sees the number line going to 100. Labeled pictures of shapes including squares, triangles, circles, cylinders, cones, and rectangular prisms are hanging from the ceiling. A 100-counting bead rack can be seen sitting in the math center (a new center in the classroom). In every learning center, you can see mathematics integrated in the environment. In the house-keeping center, there are phone numbers listed by phone. There are measuring cups available for students to explore and play with.
In the block center, students are encouraged to describe their play in mathematical terms. How many? Which is taller? How many of these is the same height as three of these? In the art center, children are encouraged to count how many colors they use or explain what patterns they are using in their creations. Do they use twice as much red as green in their pictures? In the reading center, children can read books that discuss mathematical ideas and numbers. It is obvious that children bump into math everywhere in Juan Pablo's classroom. They are continuously encouraged to "talk" math in their formal and informal conversations.
Scenario 2: Stages of Mathematical Development (Jamila)
Before. Children in Jamila's class are familiar with mathematics topics. They explore with shapes, blocks, and measuring quantities. The numerals one through 20 are displayed with an accompanying picture of appropriate items. For example, with the numeral one, there is one apple and with the numeral 10, there are 10 cars. Children are encouraged to use mathematical terms when they are explaining their thoughts. Jamila encourages counting with her children. Jamila knows that her children have differing mathematics abilities and she wants to be sure that each child is ready for the next level of education. After determining what her children can do, she is not really sure what to do to help each child progress in their mathematical content knowledge.
After. Jamila is now confident in what activities she should provide for each of her children in the areas of forward number word sequence/number word after, backward number word sequence/number word before, and numeral identification and SEALs (Wright, Martland, & Stafford, 2006) . For example, she has identified Travis at the perceptual stage and she needs to provide opportunities to help him build to the figurative stage. At the perceptual stage, the main identifier is that he can count items, but only if he sees the items. He also needs to count items starting at one, two, etc.. At the figurative stage, he will be able to count screened items and he knows that the last number counted is the number of items in the group. To facilitate stage progression, Jamila knows that Travis must work with the various mathematical content areas. In the area of number words and numerals, Jamila will encourage Travis to count forward from one to 30, count backwards from 20 to one, recognize/name and write numerals one to 31, and practice sequencing the "teen" numbers.
In the area of counting and early arithmetic, he will be encouraged to count two sets of items where one set is screened and the other set is not screened. Once he is able to complete that task, Jamila will encourage him to count sets and groups where both are screened (Andrews & Liesen, 2008) . By focusing on these skills, Travis will be more successful on his journey to the figurative stage. Jamila is now more observant and confident in her ability to support student learning. Before. Katy, a pre-school teacher, excels in thinking that she understands best practices and what is appropriate to do with young children. Inadvertently, she has developed an inner, fearful narrative inside her thinking about who she is as a professional. She was fearful of mathematics as a child herself. Dweck (2006) called this a fixed mindset, the thought that your intelligence was fixed and predetermined from childhood. The memory of her first-grade teacher calling on students to write problems on the board and being singled out through ridicule still haunts her. This ridicule was always followed by a subsequent sense of deep embarrassment, close to a paralysis, for not being able to do the problems fast and correctly on the board in front of everyone else. The teacher emphasized competition and timed testing. These experiences prompted Katy to develop a variety of coping mechanisms, such as avoidance, particularly in professional situations related to mathematics. In the classroom, she subconsciously chooses activities and lessons for children that steer away from mathematics experiences and emphasizes language learning, physical development and science instead.
After. After participating in professional development sessions about early math in a supportive, collaborative, and non-threatening environment, Katy realizes that her mathematical past had created a blind spot in the way she designs experiences for children. In recognizing her deep-seated feelings of not being good at math, it is now evident to her that the children in her classroom were showing negative notions about mathematics similar to her own previous thinking. In discussions with colleagues, she realized that she does know and understand many details of how children develop their mathematical ideas but her fear had blocked closer scrutiny of how she herself could become more competent in her math skills.
Upon reflecting on the importance of social-emotional learning, she felt a sense of immense relief for actually being able to care for that little Katy-child who had been traumatized at the board toiling over math problems. She found out that there were others who suffered from similar fears and started developing ways to discuss in detail what she does do in the classroom and how she could do it better. She is now able to learn that fear can be replaced by curiosity and courage, and a more positive stance. Katy developed a growth-mindset (Dweck, 2006) in her thinking. This can be passed on to the children she interacts with thus stopping the perpetuation of fear from math experiences, overcoming internal barriers and finding resiliency in interacting with math (Arem, 2010; Burns, 1998) . Katy is learning to appreciate her own changes and a growing sense of competency, even joy and empowerment in the teaching of math.
Conclusion
Purposeful, intentional focus on professional development can be a tedious, daunting, or even a fearful task. With so many demands on the time as professionals, we tend to push our own needs to the side. However, the benefits and the overall effects of professional development can transform and propel us to become a more articulate and reflective professional who appreciates and understands that the actions do matter in the classroom. As teachers model actions and attitudes, the power of a teacher who believes in self-growth can create curiosity, courage, and enthusiasm that strengthens both children's mathematical thinking and teachers' own professional strengths.
